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CHAPTER I 
RECENT DEVELOPMENTS IN THE SOCIAL SCIENCE 
DISCIPLINE OF HISTORY 
So that we may appreciate the recent developments in the 
social science discipline of history, it is necessary to look 
back, as it were, upon the manner in which historical research 
was largely accomplished in past years. 
In tracing the .growth of any great body of history, 
whether it be of the world in general, or one nation specifi-
cally, we are inclined to consider the objectivity. of its 
content in terms of the particular moment and place of its 
writing. Our skepticism is well deserved, but we are, in all 
probability, unaware of the evolution of the science of his-
toriography from mediaeval subjectivity to the "new'1 history 
whose manifestations lie all around us in the most recent 
historical publications. For purposes of identifying and 
recognizing the various forms throughout which the science 
of historiography has evolved, it is necessary to depart-
mentalize them into their individual categories in order to 
appreciate their significance more fully. It might be thought 
that because of this method of categorizing, each is a 
-1-
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separately contained entity, one having no bearing on or in-
fluence upon the other. Superficial analysis might seem to 
bear this fact out, but a more penetrating observation will 
undoubtedly familiarize the observer with the direct bearing 
and important interplay each has upon the other in the con-
tinual growth and development of historiography down through 
the years. 
2 
"This new history has borne various names: secular, 
humanistic, positive, and scientific for example. Its remote 
origins may be traced to the rationalistic historical writing 
1/ 
which appeared in the later days of Greece and Rome."-
To amplify the fundamental difference existing between 
2/ 
mediaeval and secular historiography, Beard- draws this 
definitive parallel between the two: 
"Whereas the mediaeval school of historiography 
held that human affairs were to be explained in terms 
of divine intervention in furthering and sustaining 
the triumph of the Church Universal, the secular school 
of historiography is essentially naturalistic in out-
look and viewpoint, holding that human affairs are to 
be explained by reference to preceding affairs from 
which super-mundane intervention is excluded. " 
It would be a denial of human frailty to overlook the 
utilization of this humanistic, positive, and rationalistic 
historiography according to the private philosophies and 
!/Charles A. Beard, The Nature of the Social Sciences in 
~elation to Objectives of Instruction, Charles Scribner's Sons, 
New York, 1934; p. 55. 
2/Ibid. , p. 55. 
immediate convictions of its users. It formed an apologia 
for the rising middle classes, Prussian militarism, and 
eventually for a history of class struggle as popularized 
by Karl Marx, in addition to a myriad of other social and 
political causes. It became apparent that written history 
in the hands of those who would be willing to explain or 
interpret it in terms of their own prejudices, could be so 
distorted as to serve many causes. 
3 
By the middle of the nineteenth century, certain his-
torians of the secular and/or positive school grew discon-
tented with the work of their predecessors. Of necessity, 
they were compelled to think of his t oriography and the under-
lying causations inherent in the dynamics of historical 
change as other than those concerned with partisanship, class 
consciousness, and nationalism. Recognizing the bondage of 
emotionalism under which the discipline of historiography 
has been constrained to diagnose and interpret subjectively, 
these progressive historians sought to disassociate them-
selves from such emotionalism. "So they broke away from the 
1/ 
older directi on and called themselves scientific. "-
Scientific historians now said: "Let us clear our 
minds of purposes and conceptions, let us get the facts, the 
raw facts, and let us draw from them only the conclusions 
2/ 
which their intrinsic nature will allow. "- Thousands were 
1/op. cit., p. 56 . 
~/Ibid., p. 56 . 
influenced, directed and effected by this new declaration -
manifesto of scholarly objectivity, and work of lasting 
permanence and value was accomplished in this atmosphere. 
This new school of thought was to hold sway and markedly 
influence the scholarly progress of historiography through 
the opening years of the twentieth century. Minute facts 
were garnered by the thousands, scrutinized, itemized, 
categorized, and analyzed in terms of their face validity 
with little or no effort expended in delving beneath them to 
determine the extent to which personal and social forces 
impinged upon thei r development. 
4 
With the advent of the twentieth century, discontent 
once again was rampant within the realm of historiography. 
As vociferously as heretofore, criticism, both general and 
specific, was leveled against t he scientific historian, as 
it had been against his predecessor of the secular school. 
"He was accused of bringing into the world of human affairs 
the ideas of causation and determinism employed in physics, 
1/ 
and without any warrant in reason and the nature of thi ngs. "-
Whereas the scientific historian had rationalized and de-
fended his scientific approach in t he light of the avail-
ability of new facts just waiti ng to be gathered by the 
historian for his empirical evaluation, the chief area of 
1 I Op . cit . , p • 58 . 
5 
criticism was centered in this very concept in that it charged 
this to be a fundamental and necessarily erroneous conception 
of the nature of all things. 
Thus we emerge into the contemporary age. The school of 
contemporary historiography has not yet taken on a name, but 
is nevertheless in the process of formation. 
In defense of empiricism's place in historiography while 
1/ 
discounting it as a method as an end in itself, Beard- ex-
plains: 
11While conceding the utility of the empirical 
method of fact finding and insisting upon its use in 
intellectual operations, it holds that the empirical 
method is a method -- an instrument of thought, not a 
machine which automatically manufactures truth, 
guidance, correct conclusions, and accurate under-
standing of the whole past as it actually was. 11 
By way of introducing three of the most influential 
personalities who have had a telling effect upon the advance-
2/ 
ment of historiography in recent years, Commager- says: 
"The new century discovered no grand historical 
laws to which men were compelled to subscribe. There 
were three scholars who did stamp their personality 
indelibly upon history and whose formulas commanded 
wide support and exercised an influence far beyond the 
realms of historical scholarship: Frederick Jackson 
Turner, Vernon Louis Farrington, and Charles A. Beard. " 
Although quite different in their individual historical 
philosophies, each was unique in his contribution to the 
1/~' p. 59. 
2/Henry S. Cornmager, The American Mind, Yale University Press, 
New Haven, 1950 , p. 295. 
6 
advancement of modern historical thought. It is interesting 
to note that all of them in their youth were largely influ-
enced by the dynamic aspects of liberalism and reform which 
were rampant at the time. \Vhile Turner and Farrington were 
influenced by the agrarian radicalism of the nineties, being 
products of the west and far west respectively, Beard was a 
child of English and European radicalism, and finally German 
historic philosophy. The significance of environment was a 
matter in which they all agreed in ascribing a more important 
role to it than had formerly been the practice. Economics 
within the framework of environment was also enunciated with 
more emphasis. 
What was this new climate of historical research and 
inquiry? Upon what was it based, and did it actually depart 
radically from the manner of inductive reasoning so popularized 
by the scientific school? "The new fields of history, opened 
up with bewildering rapidity, were almost all in the arena of 
economics, and the ideal historian of the new day was one as 
much at home in the history of transportation, banking, labor, 
1/ 
agriculture and business as in politics. "-
The historian was now preoccupied with pursuits in fields 
long considered unscholarly or at best considered marginal. 
Academic circles still chose to interpret and evaluate in the 
1/Henry S. Commager, op. cit., p. 292 . 
7 
time honored manner of scientific objectivity, but outside 
the universities, practical experience quickened a livelier 
interest in the biographical aspects of historical research. 
The important role played by the academicians during this 
period should not be summarily discounted. While they evolved 
important source material and re-evaluated the history of our 
political, social, and economic institutions, most of the 
noteworthy biographies were written by other than historical 
scholars in the literal academic sense. Such authors as 
Sanburg, Roberts, Van Doren, Freeman, in addition to others 
in the non-academic school, should suffice in calling to 
mind the important role they have played in interpreting our 
history in terms of the vibrant personalities who helped to 
frame it. 
Because Frederick Jackson Turner, Vernon Louis Farrington, 
and Charles A. Beard so vitally influenced the field of 
historical scholarship, in order to appreciate their single-
ness of purpose in addition to their unifying climate of 
thought, in that the interplay of economics and environment 
were of vital consideration, let us consider the fundamental 
precepts upon which their respective philosophies were based, 
which in turn greatly effected their unique contributions to 
the study of history. 
In contrasting the manner in which Turner interpre :ts a 
phase of history with the older school of historical in~bttian 
1/ 
which formerly held sway, Commager- notes the following : 
"Turner's epoch-making paper on the Si~nificance 
of the Frontier in American History appeare in the 
year of Parkman's death. TUrner was in a sense, 
Parkman's successor, and there could be no better 
illustration of the difference between the eld history 
and the new than that afforded by the work of these 
two historians of the West. Parkman's narrative was 
spacious, poetic, varicolored, and bold, its pages 
vibrant with life and with heroic deeds, tense with 
conspiracy and politics and war. Turner was incapable 
of narrative, eschewed color, ignored individuals ex-
cept where they served as types, shunned heroism and 
drama except the heroism of unnamed pioneers and the 
drama of social evolution, and contented himself with 
analysis. " 
8 
As Turner viewed the American scene, he saw in the whole 
kaleidoscope of its historical past the democratic impact of 
the western frontier in controlling and shaping its demo-
cratic ideals and identifying them as peculiarly American. 
With the progression of western migration through the years, 
the development of a more complete form of democracy evolved 
from the exigencies of frontier life, and this democracy 
gradually flowed eastward supplanting our dominance by old 
world cultural influences. 
In brief, Turner placed great emphasis upon environment 
and the important role it played in the evolvement of our 
American institutions. This was a creed, a formula, superbly 
nationalistic in content in that it appealed to those who 
deeply felt that we as Americans had formulated our own 
1/op. cit., p. 295. 
9 
peculiar institutions and consequently had inherited little 
and owed even less to the cultural influences of the Old World. 
Not only did it propose that democracy and freedom were typi-
cally American innovations, but it was also a formula with 
distinct democratic overtones in that it presented American 
history as a creative act, one in which individuals had taken 
part, the humble and obscure as well as the famous. 
Turner's mode of historical interpretation was well re-
ceived, and the summation of the reasons for its receptiveness 
1/ 
is well presented by Commager- when he says: 
11 It fitted the individualistic temper of the time, 
revealing what had been achieved in the past by indi-
vidual enterprise and fortitude, yet it gave some sup-
port to the forces of progressivism for it made clear 
that the individualism of the pioneer had necessarily 
been accommodated to the security and prosperity of the 
community. It fitted the pragmatic mood, for it sub-
mitted American institutions and ideals to the test of 
experience and accepted as American what had come out 
of the crucible of experience." 
In introducing Parrington, as equally an influential 
personage in the field of historical research as was Turner, 
2/ 
Commager- draws an interesting parallel between the view of 
them both, and at the same time shows their divergence of 
views when he says: 
"Parrington like Turner was sure there were 
American ideals and, what is more, he was zealous to 
1/op. cit., p. 297. 
2/Ibid., p. 299. 
champion them. But he was by no means sure that those 
ideals had their origin in the American environment 
and experience, nor was he confident of their power 
to resist Old World influences. Familiar not only 
with the whole course of American thought and liter-
ature but with English and Continental as well ..... 
10 
He was the historian of ideas, and he knew that how-
ever creative the frontier might be of habits, prac-
tices and institutions, ideas have a long genealogy ; 
however the frontier might resist political or economic 
pressures, ideas are carried with the wind." 
It is well to pause here and reflect upon the differences 
prevalent in both Turner and Farrington's philosophical inter-
pretations of causations in the evolution of American thought. 
Through the philosophies of both runs the thread of environ-
mental influences, but their radical departure from similarity 
of thought lies in the emphasis wi th which Turner stresses 
the isolated development of American thought apart from Old 
World influences as opposed to Farrington who recognizes the 
important degreecf relationship between Old World and New World 
thought. 
Where Turner attempted to explain away the influences of 
the Old World on the New, Farrington was concerned with the 
consequences of Old World influences on the New. Farrington 
did not attempt to trace the genealogy of New ~\forld institu-
tions in a desire to substantiate their native uniqueness, 
as had been the case with Turner. He was clearly convinced 
that the philosophy of America had been largely imported, 
and more important was an understanding of this principle 
of natural selection whereby Americans siezed upon institutions, 
11 
customs other than their own, and from their usage of these 
transplanted philosophies caused them to develop new mean-
ings and far greater implications within the framework of 
their original intent than had heretofore been thought pos-
sible. Although Farrington was a professor of literature, 
it was from the vantage point of literature that he surveyed 
the whole sweep of American history, just .as Turner had ob-
served and utilized the history of the western frontier for 
the same purpose. 
Not content to categorize our cultural institutions as 
being typically American in that they were nurtured and 
brought to fruition in relative isolation from foreign in-
fluences, Farrington was more than willing, yes, he keenly 
believed in the important influences brought to bear upon us 
as a people by the importation of ideas from other than 
American sources in the true geographic sense; and these in-
fluences and plagiarizing, as it were, of ideas from others 
more culturally advanced that we at the time, had such a 
tremendous impact on American though in interpreting and 
implementing these ideas consistent with the American char-
acter. 
Charles A. Beard, the last of this triumvirate under 
discussion, is so closely associated with contemporary times 
that the impact of his influence upon the field of historical 
research will continue to be felt for many years to come. In 
12 -
discussing the uniqueness of Beard's contributions· to histor-
1/ 
iography, Commager- says: 
"The most philosophical of modern American histor-
ians, Beard never formulated a philosophy of history 
unless it was -- in the end -- the negative conclusion 
that no philosophy of history could be formulated .. 
The most cosmopolitan of scholars, versed in 
European as in American history, at home in philosophy, 
law, economics, sociology, and literature, he became 
the intellectual leader of the isolationists and con-
sorted with those whose views were bound by the Atlantic 
and the Pacific and whose sympathies were narrow and 
provincial. 11 
Erudite in proclaiming his convictions, prolific -in his --' 
accomplishments in publicizing them, Beard was the author of 
innumerable popular and semi-popular hi~tories, collections 
of readings and editorial surveys of society and culture, 
monographs on politics, administration, economics, and for-
eign policy, studies in English and European as well as in 
American history. Like his contemporaries, Turner and 
Farrington, Beard too belonged to the Progressive era, and 
similarly throughout his writings is found the emphasis 
upon the economic basis of politics and the economic inter-
pretation of history. In harmony of thought with such cham-
pions of progressivism and LaFollette and Brandeis, Beard 
applied to earlier chapters of American history the same 
tests that contemporaries like Altgeld and Lloyd and 
Tom Johnson applied to trusts, railroads, the tariff, and 
!_/Op. cit. , pp. 303-304. 
the currency in the late nineteenth century. 
Relegating to Beard his singularity of purpose as op-
posed to those of his contemporaries with whom he is often 
1/ 
confused, Commager- notes: 
"He was closer to Veblen and Brooks Adams -- whom 
he later revived -- than to the more opportunistic 
muckrakers of the Roosevelt era such as Russell or 
Hendrick or Tarbell; he was incurably skeptical, and 
he applied to all pretensions toward idealism and dis-
interestedness in economic and political history the 
13 
same skepticism which he was later to apply to the 
pretensions of his colleagues to historical objectivity. " 
Beard's earliest and important books, An Economic 
. 2/ 
InteEPretation of the Constitution- and TI1e Economic Inter-
3/ 
pretation of Jeffersonian Democracy- proclaimed most ef-
fect i vely his zealous faith in the decisive role of economics 
in history. These books ideally suited to the times in which 
they appeared, the second and third decades of this century, 
reaffirmed the suspicions and disillusionments of a genera-
tion exploited by big business and the claims of ~.Ji lsonian 
idealism. An assiduous iconoclast, he tore the veil of illu-
sion from vari ous historical figures, allowing to all the 
privilege of looking upon history divested of its heroics . 
1/0p. cit., p. 305 . 
2/Charles A. Beard, An Economic Inte~retation of the Consti-
tution, The Macmillan Co., New York, 913, v f 330 pp. 
3/Charles A. Beard, Economic Inter retation Jeffersonian 
Democracy, The Macmi an Co., New Yor, pp. 
14 
"Written history, he concluded, was not a science but an act 
1/ 
of faith."-
2/ 
Commager- sums up the criticisms that can be leveled 
again st Beard's approach to historiography by saying: 
"The real objection to Beard's historism was not 
that it repudiated certainty but that it was sterile 
and in a literal sense, inconsequential. The doctrine 
of subjectivity and uncertainty, like the doctrine of 
economic motivation, was not a conclusion but a point 
of departure and everything depended on the route and 
the destination. " 
Absorbed in the history of our past, and in an attempt 
to explain the present and the future based on historical 
precedent, historians have unceasingly employed all manner 
of inquiry and research. Where inconsistencies exist in our 
public life, certain scholars and interested observers of the 
American scene would pretend their non-existence through 
i llogical argument and rationalization. Others have at-
tempted inquiry from every known, and heretofore unknown , 
facet of historical research, and have been found wanting. 
1/Henry S. Commager, op. cit., p. 308 . 
2/Ibid., p. 309 . 
CHAPTER II 
THEIR IMPLICATIONS FOR THE TEACHING OF HISTORY 
IN THE SECONDARY SCHOOL 
In view of the tremendous amount of research accomplished 
in the past, still in the process of accomplishment, and that 
which is anticipated for future accomplishment in the realm of 
the social science discipline of history, the natural concern 
is directed towards the implications of this research in the 
teaching of ~istory in the secondary school. 
In order to formulate a method of teaching American 
history, it is necessary for us to know what objectives we 
wish to attain through our instruction and what new emphasis 
must be established in the process. By way of observing these 
facts in addition to an appraisal of past experience with the 
1/ 
teaching of history, Johnson- notes: 
11 If, as any school program in history must i mply, 
i t is useful for the young to know something about past 
human experience, it would appear useful for those who 
are engaged in shaping history for schools to know some-
thing about past human experience with history as a 
school subject. But to this extension of fa i th in the 
utility of past human experience there is the objection 
that history for schools must be determined by the needs 
of the present and that those needs are so different 
1/Henry Johnson, An Introduction to the Histort of The Social 
Sciences. Charles Scribner's Sons, New York, 932, p. 1. 
-15-
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from the needs of the past as to render past experience 
inapplicable. The principle appears so obvious that, in 
some quarters, any allusion to the past of history teach-
ing is greeted with impatience bordering on contempt. 
Even historians, and even historians who hold that 
history should include all forms of human activities 
connected with the teaching of history, and often such 
allusions have been dismissed with the deadly comment, 
'What of it ? ' " 
Many who are connected with the teaching of history will 
argue that its raison d'etre is largely predicated on utili-
tarian considerations, namely; an appreciation of the past 
1/ 
in explaining and interpreting the present. But as Johnson-
says: 
" The use of the past in explaining the present 
obviously implies an understanding of the past. If 
the past is not understood, the past can obviously con-
tribute little toward an understanding of the present. " 
2/ 
Further, according to Johnson- there is nothing n~w 
under the sun in the application of the study of history or 
its manner of presentation to generations of students down 
through the years. We are mindful of the uniqueness of 
present day thought among educators concerning the general 
ori entation of our courses in history, and no better example 
can be found than in the prefaces and introductions con-
tained in a myriad of textbooks currently available on the 
subject. 
1/0p. cit., p. 129. 
~/Ibid. 
It would seem however, after a critical survey of past 
human experience with history as a school subject that the 
novelty of our approach to its teaching, in keeping with 
present day pedagogical standards, i s neither as novel nor 
17 
as progressive as we might imagine. In presenting this ob-
servation, the writer is greatly influenced and indeed deeply 
1/ 
impressed by Johnson's- studious analysis of humanity's 
experience with the teaching of History. 
To digress temporarily, it i s significant to consider 
the contributions made by research i n the social· sc iences to 
the actual teaching of the social studies in the classroom. 
We might well be inspired to reflect upon a variety of in-
fluences which have been brought to bear upon our social, 
political, and economic institutions as analyzed by the many 
researchers in the social sciences. It would seem t hat each 
decade at least produces one or a group of researchers in 
this field who advance a more startling or novel serie s of 
causati ons than their predecessors. In view of all this, we 
look to the social studies for no less than a partial re-
flection of this industrious research. Strangely, we find 
the course of studies exactly as i t was when we had come in 
contact with i t previously. Now, there are those high 
minded teachers of history who for reasons obvi ous only to 
1/Qp. cit., p. 129 . 
18 
themselves, or because they are lacking in resourcefulness 
and imagination, are constrained to teach History strictly 
within the narrow framework of names, dates, political and 
military events, without any attempt at providing continuity 
other than that which is provided by the logical sequence of 
chapter headings in the textbook, which are their sole guides 
in day to day classroom activity. The writer submits that 
too often and too long has this type of teacher been in-
flicted upon generations of school children: the end re-
sult being an irrelevant presentation, and what is far more 
damaging, a tolerant acceptance of history as a required part 
of the curriculum by the pupils, and even by some school ad-
ministrators. This attitude on the part of pupils and ad-
ministrators alike implies more than poor teaching in the 
social studi es field, with particular emphasis on the teach-
ing of American history. Far more important, it implies a 
complete lack of understanding or appreciation of the broad 
range of subject matter that can and should be included in 
the teaching of this popularly accepted but little under-
stood segment of the curriculum. 
In determining the over-all effect this traditional ap-
proach to the teaching of history has on the pupils to whom 
it is directed, we call to mind the often repeated comments 
concerning the utter uselessness of history as a school sub-
ject. Its dry pendantic treatment by some of its teachers 
19 
permeates the classroom with an auroa of enervation, adequately 
manifesting the ineffectiveness of the traditional approach in 
falling far short of its intended accomplishments. 
1/ 
Now Johnson's- pronouncements on the history of the 
social sciences in the schools, while by no means doctrinnaire 
do plead an eloquent case concerning the obl igations incumbent 
upon teachers of the social studies in ascertaining the l imits 
to which some curri culum makers go in furthering their pro-
gressive ideas: 
11Jus t now a theory seems to be spreading in the 
United States that history should be democratized. It 
has even been intimated that a little knowledge of hi story 
i s a possible handicap in drafting a history program for 
schools. Only a person without special knowledge of the 
subject, it is said, is qualified t o determine the ob -
jectives of hi story and therefore the nature of the con-
tent. It is admitted, however, that the views of a 
single ignorant person may be somewhat &ilijective. To 
reach a scientific level there are appeals to other 
i gnorant persons and when statistics show what five 
hundred or one thousand ignorant persons think about 
history one may be sure of having found the kind of 
history that ·is acceptable t o an uninformed publ i c , the 
kind of history that the man in the street really wants 
in the schools, and therefor e, a properly democratized 
kind of history. 
There is one serious difficulty. Some mi llions of 
Americans organized i n some thousands of pressure groups 
have formulated conflicting demands, and broad as history 
is it cannot quite be all things to all men. The general 
result is that history has become, to a degree new in the 
United States, a controversial subject. We have been 
rapidly moving in that direction since about 1918, and i f 
we go on may produce a condition that will force history 
out of the public school curriculum and relegate it to 
the domain to \vhich religi on has already been relegated." 
1/0p. cit., pp. 124-125. 
20 
As extreme and somewhat fanciful as this observati on might 
seem , the very fact that it can give cause for sober reflection 
by those who are acquainted with some of the prevailing trends 
in the social studies, gives strength to i ts credulity. 
None of us are so naive as to i magine that because hi story 
has met with considerable pupil resistance, of a passive nature 
to be sur e, that an easier method of i ts presentation won't 
be attempted from time to time. The writer would not deprecate 
or arbitrarily cri ticize any method classified as new, easy 
or less complicat ed than what has been attempted heretofore. 
If easy i mplies t earing away the vestiges of tradition and 
approaching the study of history from pragmatic as wel l as 
academic consi derat i ons, then every effort in that direction 
should be soundly encouraged and roundly applauded. If, on 
the other hand, easy i mplies the application of spoon- feedi ng, 
or sugar coating methods of i nstruction for the s imple ex-
pediency of justifying history's place in the curriculum, and 
even more unpardonable , to make the study of history an en-
joyable experi ence , if such enjoyment does not imply the 
employment of s tudious inquiry and mental activity, then 
better the criticism with all the energy and forcefulness at 
one's disposal! 
Surely, we can take heart and be greatly encouraged by 
the important and constructive work being accomplished by 
many educati onal agencies throughout the country who are 
vitally concerned w·ith and deeply interested in the quality 
of instruction and the orientation of the curriculum in the 
21 
soci al studies. The pronouncements and progress reports, as 
contained in the official organs of such organizat i ons as 
The National Council for the Social Studies, The National 
Education Association, and The A.m.erican Historical 
Association in addition to many others, manifest an acute 
awareness of the challenges inherent in the times in which 
we live, and ~tvhich i n turn are directly concerned with the 
adaptation of instruction in the social studies to meet 
these challenges. 
How Can the Social St udies Promote Internati onal Under-
standing# A Soci al Science Program in General Education,~/ 
Teaching Reading Skills in U.S. History,l/ Improving the 
Social Studies Curriculum, 4/ Teaching the New Deal : History 
I/ Douglas S. ~'lard, "How Can the Social Studies Promote Inter -
national Understanding?" , TI1e Education Digest, (March, 1957), 
Volume 22: pp. 34-38 . 
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1/ 
Marches On, -
2/ 
Open Mindedness,- Current Affairs and American 
'3/ 
History,- are but some of the many wr i tings which the writer 
calls t o mind in illustrating his aforementioned ob servations 
more completely. These essays, narrations, and analysis are 
of considerable merit and require the close attention of 
those of us who would consider deviating from t he tried and 
true approach to the more exciting and adventurous frontiers 
of innovation and challenging resourcefulness. 
~V11at then, in view of all that has been said so far, are 
to be the objectives in the teaching of history, and if the 
attai nment of these objectives i s t o meet with any reasonable 
assurance of success, what new emphasis should be employed? 
One facet of this new emphasis in the teaching of 
American history i s embodi ed i n a phrase so often used but 
so little understood, namely the employment of the past t o 
4/ 
explain the present and v i ce versa . As Johnson- ob serves : 
"To seek the easiest and shortest road to the use 
of the past in explaining the present is natural and 
proper. But any road that really reaches the desired 
!/Richard E. Gr oss, 1'Teachi ng the New Deal: History Marches 
On, " Social Education , (January, 1956), Volume 20, Number 1: 
pp. 29-'"3" . 
2/Samuel H. Jones, 11 0pen-Mindedness, " Social Education, 
"{February, 1956), Volume 20, Number 2: pp. 71-72. 
3/Richard E. Gr oss, "Current Affairs and American History, " 
Social Education, (April, 1956), Volume 20, Number 4: pp. 173-
175. 
4/ Op. cit . , p. 13o . 
end must make the past whi ch it traverses intelli gible 
and must therefore, lead to what mattered then on the 
vJay to what matters nmv. '' 
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Merely the employment of the past to explain the present 
appears in the eyes of some (from the manner in which i t i s 
employed) to be the panacea that explains away all the dif-
ficulties inherent in the teachi ng of history to date. Such 
is an entir ely erroneous conception of the employment of 
this approach to the study of hi story. Just as much ingenuity 
and imagination are required of the teacher in resorti ng to 
this approach as i n any employed in the classroom. Certain ly 
there are pitfalls and limits to this as well as to all 
other approaches adaptable to instruction, and resourceful 
is the teacher who can discern such limitations. 
In another area wherein a new emphasis is concentrated 
for a more reali stic attainment of objectives in the teaching 
1/ 
of the social studi es, and h i story specifi cally, Johnson-
notes: 
nin the United States, since about 1912, history 
has been turning more and more to an explanation of 
vital current problems. In that direction, we have 
probably gone farther than any other people. In the 
social studies movement which may be regarded as an 
extreme expression of thi s tendency, we have gone so 
far that current problems are now to the social studies 
'vhat examples of conduct were to history in the eight-
eenth century. History, that is, now revolves around 
examples of conduct. The principle in both cases is 
to take out of the past only what is directly useful 
in the present." 
l/£Pcit., p. 134. 
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Utilizing indoctrination as a means of inculcating in 
the young the principles of the democratic ideal should not 
be arbitrarily avoided by the teacher. Not that this should 
be the sole means of achieving desired objectives in the study 
of our history, but surely if our future generations are to 
acquire any appreciation of our great heritage then they 
should realize a more than passing acquaintance with the 
events, personalities, and asp i rati ons of preceding genera-
t i ons which have contributed to the stature of our national 
development. Too often has the hackneyed approach towards 
attempting a real i zation of these objectives stifled any 
hope of an appreciation of our history by the pupils exposed 
to it. Again, the employment of imagination and resource-
fulness by the teacher should be stressed in the appli cation 
of this as well as in all other areas of emphasis i n the 
teaching of our history. 
Perusing the literature, recent publications, books, 
and other forms of publicity on the subject, we f i nd justi-
fiable absorbtion in the subject of current problems by 
responsible educators in the area of the social studies. 
These current problems, while somewhat concerned with the 
very difficulties encountered i n day to day i nstruction in 
the classroom, are also concerned with problems evidenced 
in the world about us, both at home and abroad, with par-
ticular emphasi s on problems of a domestic nature, which are 
of more immediate concern to the young. 
In any discourse concerning the teaching of American 
h i story i n secondary schools, a more than passing observa-
tion must be accorded the Seventeenth Yearbook of the 
1/ 
National Council for the Social Studies.-
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Its wealth of content is appropriately concerned with a 
wide range of problems currently confronting the teacher of 
American hi story i n the secondary school. 
Inasmuch as the chaotic state in which the world pres-
ently finds itself seems to be effecting, to some degree, 
the selection of curriculum content in the teaching of 
Amer i can history, the writer was particularly interested 
in section two of the aforementioned Yearbook entitled 
Newer Interpretations and Emphasis i n American History. In 
2/ 
observing these new emphasis and i nterpretations, Wish- notes: 
11Hi storians seem to have overcome their earli er 
reluctance to consider the contemporary world as fit-
ting for h i story and mature j udgement ; certainly the 
history classroom and the new textbooks on thi s period 
show a tendency to bring h i story down to the morni ng 
newspaper regardless of the obvi ous risk involved. 
It seems preferable to take the incomplete judgements 
of the trained historian rather than the wild theses 
of the demagogues. The current demand that the social 
scientist serve social act i on has compelled the histor-
i an to rub shoulders with t he journalist. 11 
That the scholarship of the social scientists is bearing 
fruit in altering, to some degree, the social studies 
l/National Council for the Social Studies, The Studx and 
Teaching of American Historx, Seventeenth Yearbook, l ~4b , 
Washington, D.C., pp. xviii f 442. 
2/Harvey Wish, Ibid., p. 89 . 
curriculum in the secondary school i s borne out when one 
considers the wide range of investigations and observations 
1/ 
contained i n this Seventeenth Yearbook .-
2/ 
A word of caution is raised however when Qualey- ob -
serves: 
"Each generation of h i storians tends to re\vri te 
history not only i n terms of new materials but in its 
own i mage. In any age preoccupied with the problems 
of catastrophic wars, historians inevitably find 
analogies in earlier peri ods of great struggles, such 
as the great imperial conflict between Great Britain 
and France in the eighteenth century. The New Deal's 
antecedents in the Jeffersoni an and Jacksonian periods 
have not been overlooked by recent histori ans. Cur-
rent race issues have sent anthropologists and histor-
i ans back through the history of slavery with sig-
nificant results. The threat to democracy by the 
totalitarian governments abroad has brought a number 
of significant reinterpretations of American constitu-
tionali sm, and the same contemporary stimulus could 
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be ci t ed for other fields as well. The careful hi s t or -
i an can avo id the dangers of analogy and still write 
history of contemporary significance about a past age. 
The teacher must learn to detect the tractarian. 11 
3/ 
Perhaps the best summation of t he Seventeenth Yearbook 's-
purposes in collating and publi shing in one volume such far-
seeing and all-inclusi ve materi al might be observed in its 
LV 
foreword when Thursfielefsays: 
11\.fuen competently taught, American history can 
contribute di rectly to the needs of all youth and 
1/0p. cit. 
2/Carlton C. Qualey, Ibid., pp. 103-104. 
'}_/Op . cit. 
4/Richard E. Thursfield, Ibi d., p. viii. 
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prepare them for their future role in society. Competence 
of the indi v i dual in knowledge and understanding of na-
tional development ; in recogni tion of American respon s i-
biliti es in world soci ety ; in capacity to understand, 
analyze, bring information to bear, to choose, to resolve, 
and to act wisely -- these goals and others can become 
contri butions of improved t eaching of American h i story 
a t the various grade levels. American history can be 
func tional without losing its i dentity as a school sub -
j ec t ; and indeed it cannot otherwise function i n produc-
i ng well-informed, t houghtful and democratic c i tizens. 
Only as Ameri can history shows national development and 
continuing hi stori cal change in all phases of national 
and international activity can it make its maxi mal con-
tribution t o an en lightene d unders t anding of the present 
and to intelligent moral action in the future. Emphas is 
in every section of this volume is upon a meaningful 
teaching of Amer ican history. 11 
In the discussion of the study of American history so far 
and in designati ng i t its place i n the curriculum, it has been 
noted t ha t rather than limiting himself to the narrow confine s 
of date s, politi cal and military events in the teaching of 
h i story, the teacher can i nclude a broad range of politi cal, 
social, and economic events and factors which impinge on the 
development of lii story, but which all too often are exc luded 
from its content when i t i s introduced in the classroom. The 
utilization of the se factors i n teaching Hi s t ory i s of 
part i cular s igni ficance now and will continue t o be so i n the 
years ahead, not only because of the increasing complexi ty 
of what was once considered s imple day t o day livi ng, but 
more so because of the stresses and strai ns manifestly ap-
parent in our contemporary c limate of thought on a myriad 
of problems on the domestic as "~;vell a s the foreign scene. 
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Probably the most ambitious project undertaken ~n an ef-
fort to determine the place occupied by American history in 
our schools and colleges was The Report of the Committee on 
1/ 
American History in Schools and Colleges- accomplished by 
the joint efforts of the American Historical Association, The 
Mississippi Valley Historical Association, and the National 
Council for the Social Studies. 
This report was published in the midst of \\Torld ~.Jar II, 
the greatest national emergency which we as a nation had ever 
been called upon to undergo in our short but colorful history, 
and concern with American history at this juncture was apropos . 
While the report focuses attention upon the place of 
American history in the schools and colleges, we are concerned 
in this writing, with that portion of it which addresses it-
self to the place of American history in the schools ; and in 
that connection, the chapter headings treating with that por-
tion of the report with which we are concerned are indicative 
of its all inclusive analyses: "Do Americans Know Their Own 
History? " , ntfuy Should Americans Know Their Own History?" , 
11Arnerican History i n The Classroom11 , ~rHistory Beyond the 
Classroom" , 11History Among the Social Studies" , l!Recommended 
Content for American History Courses" . 
Teachers of American history, no less than their col-
leagues, are vitally concerned with the effectiveness of 
on American 
ompany, 
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their teaching beyond the classroom wherein tl:liir pupi ls will 
appreciate no further formal education after leaving high 
school. The Committee1/ in assuaging somewhat the fears of 
teachers of American history that their pupils' school 
history will be forgotten as soon as they leave the influences 
of the classroom, notes the following: 
"Even if Americans had no further opportunity beyond 
the classroom to learn the history of their country, the 
generalizations, impressions, and conclusions acquired in 
school would remain. Fortunately, the high-school or col-
lege graduate will continue to learn history after leaving 
school, even if he has no conscious intention of doing so. 
In fact, he cannot live in America without hearing about · 
its great men , its dramatic episodes, its crises, and its 
problems. From these informal sources, he will also learn 
a great deal of the history of countries beyond America. 
The graduate may forget his foreign languages, fail to 
apply his mathematics, and neglect his sciences, but he 
cannot avoid more lessons in American history . 
The relation of school history to history beyond the 
classroom should be more generally recognized. Formal 
study should furnish a structure, some information, an 
awareness of movements, trends and interpretations, and an 
abiding interest in history. The learning of history be·-
yond the school would then become a conscious enrichment 
and expansion of the original study. Only a person who 
knows history can fully appreciate and profit from an 
historical novel, a play, or a museum. On the other hand, 
the person whose preparation in history has been inadequate 
can offset such inadequacy by utilizing available material 
outside the schools .. -" 
In highlighting the importance of this report~/ to the 
public generally and to the teachers of the social studies 
particularly, the following, noted in the preface, is of 
interesting significance: 
1/0p. cit., pp. 45-46 . 
2/Ibid. , p. viii. 
"The committee urges the public and educators, 
particularly teachers of the social studies, to con-
sider its proposals. It recommends that they dis-
cuss both the merits and the deficiencies of the 
report. The issues treated in this volume deserve 
continued study. Whether the position of this com-
mittee on a particular issue is upheld or condemned 
may not be vital, but it is important that American 
boys and girls receive the kind of instruction in 
the history of the'ir country which will help to pre-
pare them for active, intelligent citizenship. " 
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Consistent research in the social science discipline of 
history has revealed hitherto unrevealed causations inherent 
in historical change and development , in addition to underly-
ing conflicts implicit in our treatment of problems with 
which we are confronted as a direct consequence of a lack of 
recognition of their existence. This observation would serve 
to further point out the fact that the lack of coordinati on 
between facts evolved from research in the social discipline 
of history and their application to the teaching of history 
in the secondary school is of proportions sufficient to give 
one cause to wonder whether or not the conscientious social 
scientist is laboring in vain. 
In an attempt to resolve this dilemma which is becoming 
1/ 
more frequently recognized, Hunt and Metcalf- suggest a 
recommended approach to selection of subject matter in the 
social studies, one which could be adequately accommodated 
in the teaching of American history. 
11Another feature of American culture which pros-
pective teachers should understand is the presence of 
1/Morris P. Hunt and Lawrence E. Metcalf, Teaching High 
School Social Studies, Harper and Brothers, New York , 1955, 
pp. b' 223. 
closed areas -- areas of belief and behavior which are 
largely closed to rational thought. In these areas 
people usually react to problems blindly and emotion-
ally. Closed areas are saturated with prejudices and 
taboos. In our culture, irrational responses com-
monly occur in the areas of morality and religion, 
sex, race, and minority-group relations, social class, 
nationalism and patriotism, economics, and politics. 
One reason why social studies education should 
focus on issues in closed areas is that it is here 
that personally felt problems (particularly intra-
personal conflicts) tend to intersect with pervasive 
and troublesome cultural issues. To study such prob-
lems provides a way of meeting both individual and 
social needs, by reducing the amount and intensity of 
intra-personal conflict and by making such conflict 
more manageable as it arises. It is to be hoped that 
society will thus gradually achieve a clearer sense 
of direction, more harmony and cohesiveness, and 
fuller realization of the democratic ideal." 
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It is not the writer's intent to state here that all of 
the areas considered as closed areas in our culture should 
be introduced into the curriculum through the teaching of 
American history. One could justifiably take exception to 
the theory that the teaching of sex, courtship, marriage, and 
religion are explicitly within the province of the teaching 
of American history. Where some of these areas are better 
left to the home and church, others such as sex, courtship 
and marriage are more properly the concern of those who are 
fully qualified through specialized training and experience. 
Further, the teacher of history need not and indeed should 
not, be unconcerned with or unmindful of the closed areas in 
the aforementioned categories ; implicit in his every attitude 
and manner of example, he can exert a great influence for the 
good among those whom he is charged with educating for 
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responsible citizenship commensurate with the highest ideals 
of Americanism. 
With the immediate concern in effective teaching in the 
social studies, it is encouraging to consider the effective 
influence some of the research in the social sciences is ex-
erting upon the teaching of the social studies in the class-
room. The youth which public education is designed to serve 
has all too often found this most necessary adjunct of its 
physical and intellectual life sadly deficient in providing 
satisfactory explanations to the dilemmas it has encountered 
in the process of its intellectual development. 
The urgent requirements of the times in which we live, 
fraught with doubt and uncertainty, have prompted and in-
spired some far reaching and progressive developments in the 
reorganization of the social studies curriculum, with particu-
lar emphasis on the teaching of American history. The far 
reaching consequences of this approach to the teaching of 
American history, we reason optimistically, should advance 
the frontiers of education to areas hitherto inaccessible 
in the past. 
.e 
CHAPTER III 
CLASSROOM PROCEDURES 
1. Methods 
No one who has undergone a course of instruc tion in 
education or been associated with the profession, can es-
cape being drawn into an argument concerning the relative 
merits and demerits of the very study and application of · 
method as a separate entity distinct from subject matter. 
Whatever the consensus concerning method and its ap-
plication to present day teaching, no one can deny that as 
a formal course of instruction in Schools of Education, in 
a ddition to the increased attention it is being accorded by 
educators and curriculum makers alike, it is here to stay! 
This is not intended to be a facetious observation of an 
altogether well-known and easily observed fact. It is 
merely an acknowledgement on the writer's part that insofar 
as subject matter a s opposed to methodology is concerned, 
there are no grounds for arguing the ultimate worth of one 
in favor of the other. 
1/ 
Wesley- in amplifying this situation further, notes: 
!/Edgar B. We sley, Teaching Social Studies in High Schools, 
D.C. Heath and Company, Boston, 1950, p. 425. 
-31-
f'Opposed to this view of method as of paramount 
importance is the contention that it receives too much 
attention. 'So much stress is now placed on method 
and the theory of teaching that there is great danger 
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of forgettin? the supreme importance of scholarship 
and culture. This is not the pronouncement of a 
contemporary professor, but the warning of David Perkins 
Page, written in 1846. In similar vein, the recent 
commission on the Social Studies has declared that 'Faith 
in Method, divorced from knowledge, thought and purpose, 
has long been the besetting sin of pedagogy in the 
United States.' Such statements as this go far to ex-
plain why social scientists are no lonfier permitted 
to make the social studies curriculum. 
\Vhat is the true meaning of method? In most instances, 
the definitions are as varied and numerous as the individuals 
presenting them. 
1/ 
According to Wesley- a clarification of method's limits 
in the field of social studies is especially difficult: 
"The word method even in the teaching of the 
social studies has no discernible limits to its meaning. 
It appears that the attempt to classify methods can 
reach no logically satisfying result. The analysis is 
profitable however, for it clearly demonstrates the 
futility of devoting oneself wholly to one method. " 
Those methods still in popular usage in our public 
schools are: (1) Discussion Method. (2) Textbook Method. 
(3) The Informal Lecture. (4) Source Method. (5) Problems 
and Projects. ( 6) Unit Method. Of the aforementioned, those 
most ideally suited to the teaching of the social studies,. and 
more specifically, American History, are (1) Source Method. 
(2) Discussion Method. (3) Problems and Projects. (4) Unit 
1/op. cit., pp. 424-425. 
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Method. The Lecture Method, either formal or informal, on 
both the elementary and secondary levels, is an anachronism, 
dying hard, a hold over from the days when learning was by 
rote, and teacher was the tyrant in guise or otherwise, to 
be listened to under pain of dire consequences. 
It is not the \~iter's intention to minutely categorize 
the obvious merits of each of the methods listed which favor-
ably lends itself to the teaching of American History and 
the social studies in general. However, the ultimate worth 
of any method is in determining the extent to which it can 
be practically applied in every day classroom use. It would 
seem from the writer's observations of the employment of 
these methods, singularly and in a variety of combinations 
with each other, that the teaching of American history in 
the secondary schools is far more challenging and stimulating 
both from the teacher and pupil standpoints than at any time 
in the past. This truism is particularly obvious when the 
writer considers his experience with the study of American 
history in the secondary school almost two decades ago! 
From the manner in which these methods have been pre-
sented in the various textbooks on the subject, in addition 
to the added stimulation in instruction that has been 
achieved through their use in the classroom, it is indeed 
gratifyingly obvious to those of us who have had experience 
with their use, that teachers are better prepared to present 
34 
their subject matter and pupils are better prepared to receive 
and assimilate it, temperamentally, because of a more active 
acceptance and employment of these methods by teachers every-
where. 
2. Techniques 
Much confusion exists in the minds of some concerning the 
exact meaning of technique and its intrinsic importance as a 
part of every teacher's stock in trade. Technique might be 
thought of as the machinery by which method is implemented 
and efficiently employed in the classroom. Poor technique 
or a noticeable lack of it will give rise to improperly con-
ceived and conveyed teaching, just as good technique and a 
noticeable abundance of it, will produce the diametrically 
opposite effect both in instruction and in classroom atmos-
phere. 
1/ 
Hunt and Netcalr highlight the confusion rampant i n 
the field of Education concerning the difference between 
method and technique: 
"Seldom does literature of education clearly dis-
tinguish method from technique. In fact, the two terms 
are often used interchangeably. As used in this book, 
method refers to a basic mode of investigation. Tech-
nique, on the other hand, refers to the particular way 
in which method is applied. Technique is a narrower 
term than method. It is concerned only with smooth and 
efficient operation of whatever approach to truth seek-
ing we may choose to employ. In general, teaching 
1/0p. cit., pp. 108-109. 
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technique in the.social stud~es is addressed to helping 
students evaluate and use in the thinking process evi-
dence which has already been uncovered by skilled in-
vestigators who have made use of the basic techniques 
of science. 11 
In stressing the importance of a basic philosophy i n 
education as bei ng more important than technique, Hunt and 
1/ 
Metcalf- go on to say : 
"A teaching-methods course which stresses techniques 
might be useful for a student who brings to it a well-
developed phi losophy of education, i ncluding a theory 
of learning. For a student without this background, a 
teaching-methods course is likely to be a waste of time , 
unless it is designed to teach theory at the same time 
that i t teaches technique. The same is true of observa-
tion, participation, and practice teaching experi ences. 
An ideal s i tuation is undoubtedly one which prospecti ve 
teachers r eceive abundant philosophical and theoretical 
training and at the same time are given instruction in 
practical implementation of the theory under study. The 
study of techniques then serves to define operationally 
one or more theoretical posi tions. 71 
2/ 
Hunt and :Hetcalf- categorize technique as follows: 
"Techniques may be classified as either directed 
or undirected. Directed techniques are those which 
place teachers in a central position in the teaching-
learning process. They require a maximum of activity 
and responsibility on the part of the teachers and a 
minimum on the part of student s. Undirected techni ques 
require a minimum of acti vity and responsibility from 
teachers and a maximum from students. This classifica -
tion is one of conveni ence ; obvi ously techni ques may be 
placed on a continuum ranging from relatively directed 
a nd relatively undirected. Most fall somewhere between 
the two extremes. 0 
I/Op. cit., p. 110. 
2/Ibid., p. 119 . 
Discussing at considerable length the several types of 
techniques to which a teacher may have recourse for both 
stimulating self as well as pupil reflection, Hunt and 
1/ 
Metcalf- go on to say: 
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"Investigatory Techniques for Teachers i s one of 
the functions of a teacher in assisting in testing 
operations by acquainting students with publications 
and other community resources from which data pertinent 
t o the beliefs in question may be drawn. This involves 
something more than just 'keeping up', in the usual 
sense. Many routine publications i n a field -- new 
text and reference books, research monographs, pro-
fessional journals -- contain some data pertinent to 
the beli ef conflicts and value conflicts of students. 
In addi tion, a teacher needs t o read widely in popular 
and semipopular periodicals and newspapers -- with ·the 
intent of procuring information and ideas of a sort 
useful in testing beliefs. Note t aking is an essential 
part of this activity ; so is development of clipping 
files. 
In this process, a teacher must guard against 
selecting data which support only his point of view. 
Investigation of the sort "tve are discussing here i s 
similar in nature tD the investigation a scientific 
worker might conduct in order to test a hypothesis, 
except that the hypotheses ~hich a teacher has in mind 
are suggested by student conflicts, and data collected 
will be simple enough for student to understand. i-Je 
do not imply that students should not be encouraged 
to f ind their own sources of data. But when they be-
come concerned with problems for which there are no 
local sources of information, students are completely 
thwarted unless they use their teachers as resources. 
Transmitting or Telling Techniques include any 
means by which a teacher directly transmits ideas or 
information to his group. He may tell them through 
lectures and demonstrations, or by reading to them. 
Audio-visual presentations also may be classified 
under this general heading. 
1/0p. cit., pp. 120-127. 
The use of Questioning Technique histori cally has 
been one of the most popular means of instruction in 
the social studi es. As traditionally used, it i s a 
part of textbook-recitati on technique. Students are 
assigned materi al to read in a t extbook and are asked 
questi ons about it. Teachers may ask questions in 
class, put questions on the blackboard, mimeograph and 
distribute sheets of questi ons , or ask students to 
answer questions appearing in a t extbook or \'.mrkbook . 
Teacher Led Discussion Technique often is nothing 
more than question-and-answer r ecitation, perhaps of 
the most routine variety. True discussion is a form 
of group inquiry, i n which questions are freely raised 
and answered. Discussion may r ange in degree of 
central control from that which i s closely dominated 
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by a teacher to that i n which a teacher plays a minimum 
role. 
The Undirected Discussion Techni ue is an informal, 
loose y organ~ze exc ange o .v~ews ur~ng which the 
t eacher keeps largely in the background. Although simi lar 
to a ' bull sessi on ' , i t serves purposes not served by 
an out-of class bull session . Undirected discuss i on 
can serve as a cli mate-making device. It can reveal to 
t eachers more about the beli efs and values of students, 
and when so used it may properly be classified as an 
investigatory technique of teachers. 
The Project and Activity Technique occurs when a 
t eacher assigns projects and t ells students exactly how 
t o perform t hem. But a project can be relatively un -
directed, more so than any technique except permissive 
discussion. This will be the case if it grows out of 
a student's thinking and i s freely planned and executed 
by him. Pr ojects of one sort or another represent the 
bas i c investigatory technique of students. 
As projects connnonly operate, it is doubtful whether 
they produce much reflec tion. Project work i s popular 
because of its 'progressive' flavor and also perhaps be-
cause it i s an effective way of keeping students occup i ed 
with little effort from a t eacher. One often sees note-
books, workbooks, scrapbooks, gaily colored posters, 
maps, and exhibits whi ch have been carefully prepared by 
students but which are meaningless if judged f rom the 
viewpoint of reflective learning. Unless a .teacher has 
a clear sense of purpose, projects easily degenerate 
into busywork . " 
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~fuile the ~vriter has quoted at great length on the topic 
of techniques, his purpose in so doing was merely to avoid 
quoting out of context with all the attending misinterpreta-
tions inherent therein, and to obviate the dilemma of choos-
ing between one or two of several important facts mentioned 
by the authors, to the obvious exclusion of all others. 
Perhaps one of the more important facts that could be 
deduced from all that has been said heretofore on techniques 
is that the teacher should not adhere rigorously to any one 
or two of the types noted. It is in the active employment 
of a variety of these types of techniques in combinations 
with each other or singularly, that they afford more of a 
stimulant to both teacher and pupil and assure a higher 
degree of achieving educational objectives in the social 
studies. 
3. Devices 
The Device, a vehicle for conveying a more meaningful 
lesson or situation in the treatment of the social studies 
is popularly thought of as audio-visual aids or the like, 
something mechanical apart from the teacher's creativeness. 
There are, however, other types of devices of a more 
literal nature, frequently used in the classroom by most 
teachers. 
1/ 
Wesley- has defined a device as follows: 
11A devi ce is a more or less isolated means of 
achieving a particular purpose, one that is i mmedi ate 
and perhaps incidental to a larger purpose. A device 
is a formula or specific suggestion for teachi ng a 
point or fact or for arous i ng i nterest. 
In order to be successful, a device must be ap-
propriate, timely, appealing, economical of time and 
effort, and perhaps, infrequently used. It is thus 
apparent that a series of devices does not constitute 
a method. It is equally evident that a device may 
be utilized in connection with any method. It is 
also evident that a device alone cannot be regarded 
as adequate for the presentation of an important fact 
or i dea. It should be regarded as sup"Ptlementary and 
suggestive, and not as all-sufficient. ' 
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The writer has found in his own experience with a rather 
" slow" class in social studies that the fairly frequent util i -
zation of devices with method has produced a more recept i ve 
attitude in the classroom than mi ght have otherwise been the 
case. In considering its over-all impact in the treatment 
of the soci al studies, it should be noted that the use of 
the device can be as inadvertently abused as other teaching 
aids by i ndi scriminate over-uti lization. 
4. Evaluation 
In the enti re area of the soc i al studies where i n the 
objectives striven for are almost wholly in the realm of 
behavioral changes, the teacher who is sensible to these 
objectives i s confronted wi th a dilemma concerning the 
1/0p. cit., p. 50 6 . 
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proper approach to determine whether or not these objectives 
have been attained. 
Obviously there is a somewhat different emphasis placed 
on the achievement of certain standards in the social studies, 
and in particular American history, as opposed, shall we say, 
to the emphasis placed on the achievement of certain standards 
in the study of mathematics. The learning outcomes i n both 
instances are to be entirely different, although the thought 
processes involved are practically identical. 
The di ff i culties inherent in measuring levels of achieve-
ment in the social studies are challenging and indeed, some-
times quite frustrating. The l i terature contains a variety 
of suggestions, some of proven worth, and others of a highly 
selective type, suitable for the ideal rather than the realistic 
situation. There are, however, many examples of good tests 
available from which the social studies teacher may draw val-
uable suggestions in constructing his own tests in keeping 
with the needs of his particular classroom situation. 
In the larger public school systems, departmental, tests 
and examinations are constructed for the particular depart-
ment at large. By the simple expedient of availing himself 
of the tests available in his department head's offi ce, the 
social studies teacher usually has recourse to any number of 
well construc,ted tests which have been proved adaptable to 
current classroom use over a very recent period of years. 
This situation would, however, not preclude the feasibility 
of the teacher in this particular s ituation constructing his 
own tests on occasion, as test construction, in the writer's 
opinion, is one of the most important functions of a well 
rounded teacher. No task in the field of education i s more 
fraught \vith frustration, nor are the demands on one's in -
genuity so exacting as in this instance. 
1/ 
\~esley- in his analysis of thi s topic of evaluati on 
concerning the various merits of the types of examinations 
currently in use, says : 
11Attempts to measure the outcomes of soc i al 
studies instruction usually assume one of two forms, 
the essay examination or the objective test. The 
battle over these two forms 'Iivas long and acrimoni ous, 
but it has now ended. For purposes of measurement, 
the objective test has \von almost unqualified as -
cendancy. TI1e objective test enables the testmaker 
to sample adequately wide areas of performance. 
~.Jhereas the subjective test enables the maker to 
take eight or ten samples, the objecti ve test enables 
him to take a hundred such samples. The objective 
test makes possible an e:g:act instead of an approximate 
rating. " 
The arguments will probably continue concerning which 
type of test should be used under which particular set of 
circumstances. The fact remains that no task confronting a 
teacher of the social studies today, is more exacting , more 
laborious, and more t i me consuming than the constructi on of 
a good test or examination whether it be the subjective or 
the obj ective type. 
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Conversely, no task in the field of education is as re-
warding and remunerative in terms of self-satisfaction as 
the construction of a good testing program, wherein the out-
comes to\vards \vhich a particular lesson or unit has been 
oriented are clearly and successfully measured. 
CHAPTER IV 
MATERIALS 
1. Readings 
If there i s one area of the curriculum wherein collateral 
reading by the student i s not only highly desired but ac tive ly 
encouraged, it is i n the area of the social studies. No 
longer are teachers satisfied with pupil adaptati on t o the 
standard t extbook of a course in Ameri can history. Impera-
tive to the development and cul tivation of the technique of 
critical thinking in the student of the social studies i s an 
accessibility to a well rounded , thoughtfully conceived and 
skillfully ~~ided reading program. 
We sley- enunciates the importance of introducing col -
lateral reading materi als to the well rounded social studies 
program in noting: 
11Great areas of desirable knowledge are beyond the 
r ealm of experience. No matter how extens ive and varied 
one's experience may be, he is unable to extend it into 
the past or into all places. In order to secure ex -
perience vicariously one mu st therefore resort t o read-
ing . This situation i s true in all fields, but it i s 
peculiarly true in the social studies, which undertake 
to introduce the pupil to the past as well as the 
present, to the far away as .well as the near . 11 
I/OP. c it ., p. 323. 
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Tne difficulties associ ated with getting a pupil inter -
ested in reading material other than that which appeals t o 
his mundane tastes, are all too famil i ar to most teachers 
of either the social studies or English. While r.ve do not 
like to consider ·those occasions exceptional when a student 
will of his own volition initiate a reading program i n the 
social studies, it is nonetheless an occasi on which can 
hardly be accepted or treated in a manner consistent with 
more normal pupil response. 
The writer has determined by his own experience with 
heterogeneous and homogeneous groupings of classes in 
American history , that spontaneous reading programs which 
have been pupil i n i tiated, differ radically in quantity and 
quality from one group to the other. Those classes which 
are homogeneously grouped adhere to the standards of thei r 
particular mental group. Thi s is more obviously apparent 
in the collateral reading tastes and interests of the two 
contrasting groups. That group of a relatively lower mental 
level will not, unless highly stimulated, di splay any inter-
est in the reading program which is teacher sponsored. One 
might query the means by which the aforementioned group 
could be highly stimulated to follmv a prescribed reading 
program. 
The writer has achieved a high degree of success in cre-
ating pupil recepti veness to a collateral reading program in 
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American history by both "talking11 and "displaying" books. 
Books on Ameri can history and allied reading materials can 
be promi nently displayed in various ways and places in the 
classroom. The writer has used his own books and also bor-
rowed books from the school library to produce effecti ve 
classroom libraries for pupil accessibility. This procedure 
results in stimulating a high degree of pupil interes t in a 
teacher sponsored reading program t han would have otherwi se 
been the case. 
The stratagem i nvolved i n talking books is as equally 
effective. Employed here is the reading of book reviews from 
current book sections of the newspapers. Reporting on ne"t·7 
book s which are available in the school and town library, 
generally creating in the pupils' minds an awareness of the 
wealth of reading materials available to them. TI1e general 
enrichment of a pupil's experience and knowledge not only in 
American history but in a myriad of subjects also by follow-
ing a well rounded, well thought out reading program makes, 
more often than not, even what was formerly considered to 
be the least imaginative pupil now a joy to have in the 
classroom. On another occasion, the writer with the assistance 
of the school l i brarian planned a display of books in the 
library pertinent to the subject of American history, sort of 
a vest pocket book-fair. The results of this rather modest 
project gave powerful impetus to the ordering of addi tional 
books on the subject for the forthcoming academic year. 
1/ 
Wesley- commenting on the necessity of a reading pro-
gram says: 
"In spite of the necessity and value of the read -
ing program, its actual functioning is often impaired 
at the very outset by the terminology that is applied 
to it. Teachers frequently refer to an assignment 
beyond the textbook as 'outside reading'' collateral 
readi ng', ' extra reading', 'assigned reading', or 
'supplementary reading'. All these terms are psycho -
logical handicaps to the teacher and to the pupils. 
They all imply that the readings are something added 
to the course ; that is not fundamental, not really an 
integral part of the work , but something superimposed 
upon the class. The pupils sense the implications of 
these terms, and often resent the additional task 
which arises, as they sometimes suppose from the dis-
agreeable disposition of the teacher. Such prescrip-
tion of reading has been known to defeat its purpose. 
Pupils may perfunctorily fulfill the assignment but 
will be deterred from voluntary reading. " 
Voluntary reading is precisely what the teacher hopes 
t o achieve, i f not at the outset, it should be one, if not 
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the most important end result of a reading program. Most of 
us in the teaching profession are quite familiar with that 
type of reaction to an enforced reading assignment, and what 
is more important, the lasting effects of such an assignment 
are quite often injurious to whatever latent l iterary i nclina-
tions the pupil might possess. That is why the manner in 
whi ch a teacher suggests this or that article or book for 
collateral reading should be accomplished in a manner con-
sistent with the results expected of the pupil. A t eacher 
1/0£. cit ., p . 338 . 
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who is enthusiastic about books and good reading in particular, 
will make an ideal propagandist and plead a telling and ef -
fective case for the cause of good reading among pupils. 
Mindful of the powerful deterrents to reading which are 
abroad, it requires a great deal of resourcefulness on the 
part of the teacher to overcome such deterrents in i nterest-
ing his students in the pastime of informative and entertain-
ing reading. 
2 . Audio-Visual Aids 
This is a relatively new medium of instruction in the 
field of educati on, and its increasing use in the classroom 
causes one t o s t op and consider its over-all effectiveness. 
As any teaching aid whi ch can be used i ndi scriminately, 
the employment of visual aids such as moving pictures, slides, 
maps, and other physical representations of a lesson or unit 
has all too often been either misunderstood or deliberately 
mishandled by certain teachers in its applicati on to a par-
ticular teaching situation. 
At this juncture, the wri ter would like to illustrate 
how a situation of local interest effectively caused a learn-
ing situation of more general interest to be both enjoyable 
and meaningful for a social studi es class. The particular 
lesson currently being studied was The Good Neighbor Policy. 
I n addition to showi ng appropriate motion pictures, the 
writer shmved the class his own collection of colored slides, 
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the results of a junket he had taken through Central and 
South America two summers previous. Because he was promi-
nently photographed in many of the slides, and because he 
could discuss each of them in great de·tail, drawing upon 
first-hand experience, class interest was extremely high and 
the conditi ons for a favorable learning situation in these 
circumstances were extremely favorable. One cannot always 
draw on such a favorable combination of circumstances as 
noted, but learning situations with the use of audio-visual 
aids can be gratifyingly high if a teacher sparks the use 
of these aids with inventive techniques of his own to make 
such learning situations both profitable and enjoyable from 
the teacher as well as the pupil standpoint. 
1/ 
l~esley- in observing the func .tion of Visual Aids in 
the curriculum, notes: 
11Visual aids properly used cannot justly be re-
garded as supplementary learning ; they are fundamental. 
They furnish experience ; they facilitate the associa-
tion of object and word ; they save the pupil's t i me ; 
they provide simple and authentic i nformation ; they 
enrich and extend one's appreciation ; they furnish 
pleasant entertainment ; they provi de a simpli fied 
view of complicated data ; they stimulate the i magi na-
tion ; and they develop the pupil's powers of observa -
tion. Visual aids may need explanations, but they 
do not need translators ; they speak a universal 
language of form, color, position and motion. They 
consti tute one of the royal roads of learning. " 
1/0p. cit., p. 352. 
SELECTED ANNOTATED BIBLIOGRAPHY 
1. Beard, Charles A., An Economic Interpretation of the 
Constitution of the United States, The MacMillan 
Company, New York, 1913, pp. v I" 330. 
A comprehensive analysis of the economic influences 
brought to bear on the formation and adoption of 
the U.S., Constitution, both by the individual states 
and the delegates to the Constitutional Convention. 
2 . Beard, Charles A., Economic Origins of Jeffersonian 
Democrac~, The MacMillan Company, New York, fg27, 
pp. vii 474. . 
A systematic investigation into the underlying 
economic and political currents in America in the 
early years of its independence which exerted im-
portant influences on the development and further 
fruition of Jeffersonian democracy, as manifested 
in the growth of the two party system (Federalist 
and Republican), and the opposing economic and 
political views implicit in each of them. 
3 . Beard, Charles A., The Nature of The Social Sciences In 
Relation to Objectives of Instruction, Charles 
Scribner's Sons, New York, 1932~, pp. vii f 236 . 
Presents and deals with the nature and the rela-
tionship of the social science subjects which are 
usually included in the curricula, in addit i on t o 
amplifying the implications of the word " science 11 
in their title as distinguished from more scien-
tific and technical subjects. 
L~. Conunager, Henry S., The American Mind, Yale Univers ity 
Press , New Haven, 19 50 , pp . ix f L., 7 6 . 
An interpretation of the writings of the great 
American historians since the 1880's, including 
a criti cal apprai sal of the role played by each 
of them in contributing to the evolution and 
development of American political, social, and 
economic thought. 
:J . Hunt, Haurice P., and Lawrence E. Metcalf, Teaching 
High School Social Studies, Harper and Brothers, 
New York , 19""55 , pp. xTi:L 7 4-71. 
Primarily a textbook in methods of teachi ng the 
Social Studies in addi tion t o the authors' exposi-
tion of the recommended me thod of reflecti ve 
learning and the techni cal problem facing soc i al 
studies teachers in mastering the technique of 
s timulation and guidance of reflection. 
6. Johnson , Henry, An Introduction to the Hi story of t he 
Social Sciences, Charles Scribner's Sons, New 
York , 1932, pp. vi t 145. 
7 . 
8. 
A systematic, detailed history of the teaching of 
the Social Sciences in the schools, including 
society's experience with thi s problem from 
antiquity do~vn to the present day. 
Lippmann, t~Jalter, Essats In the Publi c Philosopht , 
Little Brmvn and ompany, Boston, Toronto, 955, 
pp . 1 1- 189 . 
A critique and overview of the ideals upon which 
the principles of the western democracies, es -
pecially America, are predicated in view of t he 
dynami c nature of ~vorld events from the pos t ~var 
years of t\Torld \.Jar I to the present. 
National Council for the Social Studies, The Studt 
and Teachin§i of American Histor;x:, Seventeent 
Yearbook, L 746 , 1.\Tasfiington, D.C., pp . xviii t 44-2. 
A pub lication of individua l analysis, reports and 
observations by educators and soc i al scientists 
pertinent to the treatment of American history on 
a scholarly as well as a pedagogical level. 
9 . Turner, Frederick Jackson, The Frontier In American 
Histor], Henry Holt and Company, New York, 1920, 
pp. 1 375 . 
A presentati on of the significance of the frontier 
movement in American History from the beginnings 
of ori entation westward in the Massachusetts Bay 
Colony to the close of the western frontier in 
the late nineteenth century. 
50 
10. t-Jesley, Edgar B., Teaching Social Studies In Hi~h 
Schools, D.C. Heath and Company, Boston, 1 50, 
pp. v 7 594. 
A textbook for use in teaching methods applicable 
to present day teaching of social studi es in the 
secondary school and also appropriate as a hand-
book for the social studies teacher. 
51 
11. Wesley, Edgar B., American History in Schools and 
Colleges, The Macmillan Company, New York, 1944 , 
pp . v f 148. 
A comprehensive report by the several national 
historical associations and the National Council 
for the Social Studies working in concert concern-
ing the emphasis being accorded the study of 
American history in our schools and colleges, in 
addition to the beyond school experience of our 
adult population with history. 
Hos'fc 1 tfni vei·sif~l\ · .,1 
.. hool o:~ EducatiOtll 
J 
U br a ry 
